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FOREWORD
No educational system can claim to be morally just if it does not take seriously issues concerning those who are socially and economically marginalized, and considers the ways in which education itself can be site for the production and reproduction of marginalization. This is especially the case when it is realized that those who are 'othered', disadvantaged and oppressed by society regard education as one of the few institutions capable of helping them escape their marginalization. For the notion of education is conceptually linked to the idea of improvement, both individual and collective. It has always had the potential of promoting democracy and social justice, even if it so often disappoints by perpetuating patterns of inequalities and disadvantage.
Despite their claim to cater for individual differences -and their recognition that learning is most effective when diversity is viewed as a resource rather than a hindrance -educational systems are often structured in ways that encourage uniformity and compliance rather than respect for difference. They encourage political and cultural submission through their attempts to silence unapproved voices, those voices that are difficult to accommodate within the dominant norms of the society and school systems. History of educational systems is littered with examples of attempts to silence the voices of women, immigrants and refugees, indigenous people, people with disabilities and those whose differences are assumed to be inconvenient, illegitimate or even dangerous.
The impetus of this collection of essays lies in its refusal to be silenced. In her celebrated essay, 'Can the Subaltern Speak?', the postcolonial theorist, Gyatari Spivak, argues that, in the colonial contexts, silence did not always mean the subalterns' compliance; and also that the ability of the colonized to speak was always contingent upon their preparedness to operate within the hegemonic norms of a society. The authors of the essays collected in this volume operate from a very different direction. They insist that education cannot realize its noble objectives unless the voices of the marginalized are heard, and challenge the norms upon which many educational practices are so often based.
The authors of the papers in this collection -a group of educational researchers from around the world -view themselves as intermediaries interested in presenting the actual voices of the marginalized in a variety of ways, through pictures and narratives as well as theoretical analysis. Their interest is in exploring a whole range of inter-related questions: what does marginalization consist in?; how is it structured and perpetuated in educational contexts?; how is it interpreted and experienced by the marginalized themselves?; how does it articulate with issues of gender, race and class?; how does it undermine educational aspirations of democracy The focus of their exploration is on two categories of marginalized students: indigenous peoples and immigrants and refugees -those original inhabitants who are marginalized through the processes of conquest and colonization and those who are displaced because of political and economic oppression. In both cases, their marginalization is embedded within unequal power relations, some inherited from the earlier practices of colonialism, others rooted in the emerging processes of globalization. It manifests itself in a variety of forms. At an individual level, marginalization results in an individual's exclusion from meaningful participation in society. Communities experience marginalization as a product of colonization, systemic racism and other forms of structural oppression.
Globalization has resulted in marginalization in a number of ways, through the negative impact of the global economy leading to job insecurity, the widening gap between the rich and the poor, and of course through the mobility of people. For some, mobility has had positive consequences, but for many others it has caused displacement and dislocation. Zygmunt Bauman -whose work has inspired many of the papers in this collection -has made a useful distinction between tourists and vagabonds, those for whom global mobility has provided many exciting new opportunities and those whose lives and communities have been shattered by its excesses. Most usefully, Bauman's analysis of global mobility shows marginalization that mobility produces to be a relational concept. To adequately comprehend the nature of marginalization, Bauman argues, we need to pay attention to the ways in which it results from an exercise of power by those whose interest it is to maintain, or even extend, unequal power relations.
Unless this basic conceptual point about marginalization -being a relational concept -is fully recognized, it is hard to imagine how the issues of marginalization in education can be adequately addressed. This book takes us on a path toward this recognition by providing a range of rich narratives of the ways in which marginalization is variously experienced and interpreted in schools, and how its sources invariably lie in unequal relations of power.
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INTRODUCTION
This book consists of a collection of studies conducted by an international group of researchers, all of which explore the experiences of marginalized groups of children using similar approaches to data collection and analysis. In each case children were asked to reflect on their school experiences and then to draw a picture of school. These drawings provided a focus for small group and individual discussion. Findings from the studies provide a valuable way into understanding the school experiences of these children. The studies are of indigenous, refugee and migrant children in a number of different countries. The work of Zigmund Bauman is used as a theoretical frame.
In the present age, which is often described as post-modern or knowledgeintensive, the calls for learning echo loud. Discussions of learning occur across all levels and arenas of our society, and have a sure place in every-day conversation as well as in academic debate. We can also state with certainty that our world is constantly changing. At the same time the world also seems smaller, because of the ease of modern travel. The internet is only one of many innovations that enable us to communicate with other people and other parts of the world. If modern society is understood as one in which we are in regular contact with those who are not part of our immediate community, then difference ought to become something that constitutes the very basis of society rather than something confined to its margins. Despite this societies continue to focus on difference as strangeness, rather than difference as connectedness.
In this respect all societies produce strangers. Every society also produces strangers in its own unique way. Strangers are found in homogeneous societies where it is both easy to diverge from others and where that difference is immediately obvious. But strangers are also found in multicultural societies where difference is the connecting social thread and where there should be no difference that makes a difference. These thoughts on the place of the stranger in society are explored by Niclas Månson in the first chapter of this book.
Although the world is rapidly becoming more globalised, we still live most of our lives in a local community. If we want to understand others and their culture, we must also understand ourselves in the context of this local community. Understanding and learning about others requires at the same time learning about oneself. Children need to think of themselves and to learn about themselves as members of both a local and a global community. In order to do this the children have to meet people from both the local and the global community. This means real meetings where the different parts interact with each other, develop relationships and hopefully learn about themselves and about each other. This can lead to learning in culture, rather than about culture, a process by which strangers become friends.
Education systems have a vital role to play in this process but they are created to cater for the needs of majority groups in society. Children from marginalized groups, that is children who are the strangers, experience these education systems in a variety of ways. Understandings of, and attitudes towards, education may complement those of the mainstream society. If this is the case, these children experience little disjuncture between existing understandings of education and those made available to them in mainstream educational settings. Other children, whose understandings fit less well within the structures offered them, struggle to find ways to participate successfully. This is an issue of global concern for all those involved in the education of marginalized groups of children, be they indigenous communities, refugee or migrant groups or those positioned as separate from the mainstream for other reasons. Understanding the educational experiences of such groups is a vital first step towards education systems which are inclusive of all children.
Around the world today there are 300 million indigenous people, more than 21 million people who are refugees and approximately 190 million who are migrants. The situation of these peoples differs of course depending on where they are but in other ways their situations can be similar. According to the United Nation (CRC, 1989) all children have equal rights to education and schooling, regardless of their origin or situation. Although it is true that some children, due to war, social disruption or economic circumstances do not have the opportunity to participate in education systems, it is also true that many such children are part of mainstream schools. Article 12 in the United Nations Convention on the Rights of the Child (CRC, 1989) , also stresses the importance of, and obligation to take, a child's perspective. The central importance given to this lead us to our research questionhow do indigenous, migrant and refugee children experience school?
Experiences can be expressed in many different ways, and we want to stress the human ability to use many forms of 'language'. Polanyi (1969) claims that, beyond our ordinary spoken or written words, there is a rich domain of that which cannot be spoken that constantly beckons us. Polanyi also emphasises that there is a silent dimension, which he calls 'tacit knowledge'. Spoken or written language alone may not be enough to represent what we know. One way to evoke some of what lies hidden in the tacit domain of our knowledge is to use different forms of representation -such as drawings. A drawing can be used to both stimulate and express experiences. A study by Alerby and Elídóttir (2003) argued that different 'non-verbal languages', such as drawings, evoke reflections, which are connected to lived experience.
But what can a drawing tell us? According to Nordström (1991) a picture can be regarded as a form of language which can be interpreted. van Manen (1990) argues that an object of art can be seen as a text. This text does not consist of a verbal language, but nevertheless it is a language with its own structure and meaning. Therefore a drawing can tell us something in the same way that spoken or written language can tell us something. Language is much more than oral and written speech. Dewey suggests that paintings, illustrations and other visuals "-anything consciously employed as a sign is, logically, language" (Dewey, 1991, p. 170) . The use of empirical material consisting of drawings on different topics has been adopted by several researchers (see for example Alerby, 2000 Alerby, , 2003 Aronsson & Andersson, 1996; Palmberg & Kuru, 1998; Wenestam & Wass, 1987) . It therefore seems logical in a study of the experiences of children to follow the example of these researchers and to use other forms of expression than only verbal or written language.
The aim of the research is to allow the voices of the children to speak through their drawings and through the accompanying text. It is their experiences which are the primary focus of the research. In the same way that the voices of the children are valued, the voices of individual researchers are also valued. Although the focus of each study is the same and the approach to data collection and analysis was similar, each chapter is different. As researchers we speak with many different voices and this difference adds to the richness of the final text. The chapter titles are taken from the spoken text of the children as they describe their drawings.
PRESENTATION OF THE DIFFERENT CHAPTERS
The book opens with a chapter by Niclas Månsson, What it means to become a stranger. The consequences of classification according to Zygmunt Bauman. In this chapter Månsson outlines the theoretical frame of the book. He stresses that if modern society is understood as one of highly differentiated social modality, difference ought to become something that constitutes the very basis of this society rather than something that is confined to its margins. In this chapter Månsson explores the symbolic content and meaning of xenos (stranger) and xenophobia (fear of strangers), and uses the sociology of the stranger as a template to analyse modern and post modern forms of cultural exclusion and social marginalisation.
The second chapter, A boy gives a signal with his hand … need help, is written by Jórunn Elídóttir and deals with migrant children in northern Iceland. Iceland has not a long experience or tradition concerning children and families from other countries. In recent years reception classes for migrant children have been established to help these new arrivals learn Icelandic and become familiar with the approach to education in Iceland. In this chapter Elídóttir explores the school experiences of children who have migrated to Iceland from Denmark, Bulgaria, Rumania and Poland.
The next chapter, In school you learn to get on in life, Eva Alerby discusses the school experiences of Sámi children in Sweden. The Sámi people are an indigenous people who live in the northernmost part of Europe. There are approximately 70-80.000 people who identify as Sámi divided between four nations -Norway, Sweden, Finland and Russia. The Sámi people have their own culture and language. The language is divided into three main dialects, and today Sámi children can learn Sámi in school. The study was conducted in a Sámi school in the far north of Sweden.
The fourth chapter, To become somebody you have to learn Swedish, is written by Arne Forsman and focuses on Somali children's school experiences in an independent Muslim school in Sweden. The Somali community in Sweden consists of about 70.000 people, approximately half of whom have arrived in Sweden as refugees. The children about whom Forsman is writing all attend the Al-Azhar school in Stockholm. This school started in 1995 with the aim of creating students who are both good Muslims and democratic Swedish citizens.
The chapter that follows, Without friends I will be very lonely, by Pui Man Jennie Wong, explores the school experiences of newly arrived children from mainland China and Vietnam in Hong Kong. The majority of these children speak Cantonese, the official language of Hong Kong, but many struggle with traditional written Chinese and most speak little or no English. Although there are a number of government sponsored education programs for migrant children in Hong Kong, it is common practice to place them in grades several levels below their age appropriate level. The children in this study emphasise the importance of being accepted by their classmates and making new friends.
The sixth chapter, My first day in class I just understood 'hello' by Lloydetta Ursula Quaicoe, explores the school experiences of a group of migrant and refugee children who have resettled in St John's, the capital of the province of Newfoundland and Labrador in Canada. The children who took part in the study are from Colombia, Cuba, Ethiopia, Iraq, Russia, Sudan, Taiwan and Turkmenistan and are widely diverse in terms of age, ethnicity, culture, religion, family structure and socioeconomic status. Despite the limited prior schooling of many of the children and their lack of English language skills the children have been placed in age-appropriate classes in mainstream schools and receive little assistance with language learning.
The following chapter, I'm black … apart from that I enjoy school is written by Zane Ma Rhea and Bernadette Atkinson. It discusses the school experiences of a small group of Koorie (Indigenous Australian) children in two schools, one a State Government primary school and the other, an independent Indigenous secondary school, in a small town in rural Victoria, Australia. There is a significant gap in the educational achievement of Indigenous and non-Indigenous Australians, with Indigenous children statistically more likely to fail in mainstream schooling. Indigenous children, such as those in this study, are more likely to miss school, to change schools many times, to drop out of school well before the final years, to live in poverty and to experience marginalisation and other forms of social and educational disadvantage.
In chapter eight, He is really thirsty for knowledge, Jill Brown describes the experiences of a small group of Afghani and Sudanese refugee children in a specialist English language school in Melbourne, Australia. The majority of arrivals to Australia as refugees are young people with school age children representing almost a third of the total intake. Young people from Africa and the Middle East (including Afghanistan) make up the largest numbers within these age groups. Most have spent many years in refugee camps and a significant number have had minimal schooling. As a result they have little or no literacy in either a first or second language prior to arrival and limited understanding of the routines of school. Although such children are able to spend up to twelve months in a specialist English language school such as the one described in this study they enter mainstream schools substantially underprepared for the challenges of the learning in and through English, especially at the senior levels of secondary schooling.
In the chapter that follows, If we had mean-as (great) teachers we'd have a mean-as (great) school, Emily Nelson, Kate Christensen and Mark Cleary report on the experiences of Maori children in New Zealand schools. Like many other Indigenous peoples, the New Zealand Maoris have suffered economically, socially and politically as a result of colonization. A significant proportion of Maori children perform poorly in school. As a group they continue to leave school much earlier than non-Maori, have fewer qualifications and are over represented in school exclusion and suspension figures. Asking Maori children how they experience school represents, according to the authors, an opportunity to find new ways to address inclusively the long-standing crisis within New Zealand's education system.
In the next chapter, I will punish that person right away, Trong Tra Son Luu reports on Cham and Khmer children's experiences of school in Vietnam. The Cham and Khmer are the indigenous people of the southern part of Vietnam and are the poorest people in the country. Despite an official policy of bi-lingual education for minority peoples, Vietnamese is the sole medium of instruction in schools. In addition to language difficulties Cham and Khmer children face many other problems including poor facilities for learning, long travel distances to school, an inability to pay costs associated with schooling and racial discrimination and prejudice. The author emphasises the need for education that values the language, culture and customs of the Cham and Khmer in order to achieve an education system which is both inclusive and equitable.
The final study, Sometimes I go to school hungry, by Maryam Jaffar Ismail, explores the school experiences of children in Zanzibar. Unlike the other studies in this collection, these children are not migrants or refugees. Nor are they part of an indigenous minority. Despite this, their stories fit well with the others in this text. Zanzibar is the poorest area in one of the poorest countries in the world. The children in the study all live on the island of Unguja, one of the two main islands. Three groups of children participated, one group from the more prosperous urban area of Stone Town, the capital of Unguja and two groups from poorer rural areas in the north and south of the island. Although the aim of the Zanzibar education system is to provide education for all, there are vast differences between urban and rural areas. The majority of rural schools have poor facilities and few resources. There are also wide geographical differences in enrolment and attendance rates with fewer children in rural areas attending school on a regular basis.
E. Alerby and J. Brown (eds.) 
NICLAS MÅNSSON
WHAT IT MEANS TO BECOME A STRANGER
The Consequences of Classification According to Zygmunt Bauman
If modern society of today is understood as a highly differentiated social modality, difference ought to become something that constitutes the very basis of this society rather than as something confined to its margins. This argument does not bring any joy to the stranger, however, since she is produced by the society as a social relation conceived and born as opposite to something or somebody else. All societies produce strangers in this respect, and every society produces strangers in its specific way. Strangers are found in multicultural societies where there should be no difference which makes a difference, as well as in homogeneous societies where it is easy to diverge from others.
This short essay, as a theoretical framework for the chapters to follow, attempts to illuminate the symbolic content and meaning of xenos (the Greek word for stranger) and xenophobia (fear of strangers), which refers to the practice of keeping strangers apart from everybody else. In doing so, I use the sociology of the stranger as a template to analyse modern and post modern forms of cultural exclusion and social marginalisation. Since I approach such an endeavour as a theoretical and hermeneutical task, I do not strive to find any new forms of strangers by empirically mapping a given social terrain. Instead, in response to the question why some individuals and groups are to be considered to be strangers, I focus on the stranger in the writings of the Polish sociologist Zygmunt Bauman (b. 1925 ). Baumanwho is a critical commentator of the contemporary human condition -returns consistently and stubbornly to the stranger in order to disclose and understand the thoughts behind human estrangement, social marginalisation and cultural exclusion. Dichotomies such as the inside and the outside, friends and enemies, us and them, proximity and remoteness, are foundational to Bauman's critique of the modern institutional quest for order. Bauman's work is important in order to understand the negative relation between the individual and the social world since it questions the very foundation of the thoughts on which modern life is based (Månsson, 2005) .
THE STRANGER AS A SOCIOLOGICAL FORM
To give some sort of thematic background from which it is possible to understand Bauman's stranger, I place him in the academic debate on the stranger as a sociological form. This discussion spans from Georg Simmel's presentation of Der Fremde in 1908 to the present date. The stranger according to Simmel (1950) is a person who is near and far at the same time. The stranger is not a wanderer who comes today and goes tomorrow, but a potential wanderer, someone who comes today and stays tomorrow. The relationship between the stranger and her surroundings is an abstract one. For this reason a stranger is not really perceived as an individual in her own right but as a person of a certain type. This relationship tends to have the effect of giving an extraordinary focus on what the stranger is not, namely what she does not share with the society in which she is located.
Simmel's understanding of the stranger as a sociological form had a powerful impact on American sociology as its key figures, such as Robert E. Park, Everett V. Stonequist, Margaret Mary Woods, and Alfred Schütz, struggled to make sense of urban multiculturalism. This somewhat classical tradition, which mainly focussed on the quest for membership and the relationship of the stranger to the host, used social types such as the migrant, the visitor, and the guest worker to represent the stranger. This tradition has, however, been criticised as out of date. The main critique from a more recent position is that the classical representations of the stranger are not compatible with the modern world at its current stage. By referring to a pluralistic social environment, social interaction and mutual dependencies between people, a clarification and re-conceptualisation during the 1970s to the late 1990s, placed the stranger in a pluralistic and multicultural social context. In this discussion it is possible to separate the two approaches to the question of the stranger. The first claims that, due to a pluralistic and multicultural world, we have seen the stranger for the last time. The other is less bold in its claims. Even if its discursive defenders are striving in the same direction, they still recognise the existence of the deviant stranger (Månsson, 2005) .
Placing all types of strangers in a single category tends to neglect the existence of those people who are looked upon as more extremely the stranger than others who are also strangers. The cosmopolitan, the refugee, the migrant and the tourist are all strangers in that they carry the qualities of being on the move and not being of the place. There are, however, differences between these different types of strangers. The tourist is a voluntary traveller and can always return to her home, a luxury that is not shared by the refugee. While the cosmopolitan stands as a stranger in a place of her own choice, the migrant stands as a newcomer among already established people. There is also a difference between the migrant and the refugee -while the migrant is looking for a home, the refugee is fleeing from her home. Further, the thought of the non-existent stranger also neglects the very existence of the indigenous stranger, who is conceived and born within already fixed boundaries. Her circumstances symbolise the praxis of cultural hierarchisation and social marginalisation.
Building upon Simmel, Bauman describes the stranger as an abstract social type who appears as something more than a potential wanderer and not just as another face in the crowd. Bauman's stranger is the stranger ante-portas (at the gate) and represents all individuals and groups who are denied their rightful access to society, migrated as well as indigenous strangers. Taking into consideration that there are degrees of strangeness, and that what is to be considered as strange in one social environment might not be strange in another, Bauman's writings make it clear that it is a mistake to understand the stranger as an essentialist category which can be eradicated once and for all. In so far as the stranger is a part of the social order she will not disappear, neither through pragmatic statements nor by wishful thinking (Månsson, 2005) . The marked thing about Bauman's stranger is that she is not nobody, or even everybody, but somebody. Hence, everyone is aware of the existence of the stranger, otherwise she would have disappeared in the faceless crowd with the rest of the population (Bauman, 1995) . Further, the problem with strangeness cannot be reduced to a hermeneutical problem. The strangeness of the other will not disappear if I gain knowledge about her strange language and strange customs (Bauman, 1991) . The deviating stranger does indeed exist in a pluralistic and highly differentiated society.
THE SOCIAL MAKING OF THE STRANGER
In order to reach a deeper understanding of the question why some individuals and groups are to be considered as strangers, I start with Bauman's generic understanding of culture before I introduce the stranger as an undecidable -but still social -type amongst the unfamiliar. According to Bauman (1999) , culture is an expression of human beings' meaning-creating and order-creating activity. Our structural effort as human beings is thereby explained as a praxis through which we are structuring, and trying to understand, the world. We acquire knowledge of the world through arranging things in groups, and groups in relation to each other, and from this ordering praxis a given social order is produced and reproduced. Since some people are more likely to be structuring the world while others are more likely to be structured by it, culture is a power-ridden process. Ordering is thereby a double praxis which includes a structuring activity that makes sense of the world and a classifying effort separating different groups from each other in order to control the reproduction of a given social order. Praxis is not only related to power; it has also a dark side, since it may lead to the imposition of a meta-structure which involves the elimination of some alternatives while making others more probable.
It is from this structuralising and power-ridden activity that we acquire the collective identity vital for our sense of belonging by relating a sense of belonging to an imagined community, such as nation and social class, or to a concrete community, such as tribe and association. Through this identifying praxis we not only find a place in the world but also a way to determine if another individual belongs to a certain community or not. Either she belongs to an in-group or she belongs to an out-group. The in-group stands for the friends, the inside, and proximity with others. The in-group constitutes a collective "we" and considers the out-group which constitutes a collective "they" as the enemy -the outsiders who are held at a distance. This relationship is a part of the social order insofar as ordering means to classify and to separate. This order-making and meaning-making activity involves an asymmetrical as well as a mutual relationship. One group is subordinating another in order to control the world and at the same time this group is dependent on the subordinate group in order to legitimate its own power. The social construction of an in-group and an out-group is different from the social making of the stranger. The stranger is constructed in the ambivalent position between the in-group and the out-group and is, as such, the very antipode of the social order (Bauman, 1989 (Bauman, , 1991 (Bauman, , 1995 .
The stranger appears as a third and liminal category that falls between and betwixt conventions, customs and clear-cut categories. This category of undecidables, rather than mere unfamiliars, consists of individuals and groups standing on the threshold between well-defined in-groups and out-groups. The difference between an outgroup and the stranger is that the in-group knows that the out-group is kept at a secure distance, on the other side of the border. The stranger, on the other hand, violates that border by standing on the threshold of both worlds. Hence, the stranger embodies the non-position which exists in the space between clear-cut categories, such as us and them, friends and enemies, proximity and remoteness, and sameness and difference.
The stranger comes into our life-world and settles here, and so -unlike the case of mere "unfamiliars" -it becomes relevant whether he is a friend or a foe. He made his way into the life-world uninvited, thereby casting me on the receiving side of his initiative, making me into the object of an action of which he is the subject: all this, as we remember, is a notorious mark of the enemy. Yet, unlike other, 'straightforward' enemies, he is not kept at a secure distance, or on the other side of the battle line. Worse still, he claims a right to be an object of responsibilitythe well-known attribute of the friend. If we press upon him the friend/enemy opposition, he would come out simultaneously under-and over-determined (Bauman, 1991, p. 59) .
In this respect, the stranger brings the outside into the inside and becomes a 'neither/nor' being, who violates one of the most profound 'either/or' constructions in society. And, since the stranger appears as a liminal category between two already established categories, it is also clear that there is nothing natural about the stranger; she is a social incongruity conceived and born together with the making of the social order.
In the next section of this chapter, some archetypical members from the family of undecidables that have evolved through modern and post modern ways of ordering the world, are discussed.
MODERN AND POST MODERN STRANGERS
Modernity usually refers to a historical period which started in Western Europe in the 17 th century. It achieved its maturity with the emergence of the Enlightenment and capitalism and social industrial societies.
Bauman's view on modernity is developed through Max Weber's understanding of modern society as an iron cage and by Max Horkheimer's and Theodor W. Adorno's study of the endemic diseases of modernity. Like these thinkers, Bauman does not focus on the good intentions of the modern project, but on its failures. The modern project did not emancipate the individual from the structures of society, but placed her in another type of social fabric (Bauman, 1987 (Bauman, , 1989 (Bauman, , 1991 . According to the plan, modern man was supposed to become a member of the modern society by embracing the abstract values of work and nation. The nation expressed a sense of belonging to something larger than its separate parts, and the social class structure, based on work, determined one's place in the social hierarchical order. A society of producers is structured by those who control the capital. Since capital is in the control of other people's actions they have the privilege of belonging to a collective 'we'. The workers, on the other hand, are considered by capital as a collective 'they'. Just like work, the nation serves as an identifying value since it offers an identity to each and every one of its members. According to the grammar of culture, the nation created a sense of belonging by separating its members from members of another group since it shared a different language, different cultural insignias and a different geographic territory.
In the writings of Bauman, two types of strangers represent the modern stranger. One consists of the flawed worker, who makes her appearance in the relationship between capital and work. The Jew, whose non-position is constituted by the borders which separate different nations from each other, represents the other stranger (Månsson, 2005) . Bauman has subsequently taken the notion of the Jew as an incarnation of ambivalence and used it as an explanatory concept to understand the stranger in the modern world (Bauman, 1989 (Bauman, , 1991 (Bauman, , 1998c . The Jew, transferred to the conceptual "Jew" and includes not only the Jewish people but takes into account all liminal individuals and groups that, owing to their strangeness, fall between and betwixt two well defined categories, while not belonging to any of them. The flawed worker can easily be identified as a "Jew", since this stranger also epitomises all that defines the order of things (Månsson, 2005) . The position of the "Jew" has in post modern times been replaced by the "Vagabond" in accordance with the structures that arise from a post modern way of ordering the world (Bauman, 1996) .
If social and cultural boundaries are more fluid or flexible, then post modernity with its affinity to difference, might offer an opportunity for the stranger. Although Bauman describes post modernity as something that should, or at least should have a potentiality, to embrace ambivalence, contingency and uncertainty, his account is not merely positive. Since the post modern condition also is a site for danger it has not yet become a world hospitable for strangers. From Bauman's understanding of the post modern society, which derives from Jean-François Lyotard's scepticism towards meta-narratives, it becomes evident that the post modern condition cannot be compared with the death of modernity, rather it means that modernity is currently a part of the post modern society (Bauman, 1987 (Bauman, , 1992 ).
Bauman's analysis of the post modern condition tends to suggest that the obsession of modernity with order has become liquid, global, decentralised and diffused at the same time (Månsson, 2005) . In accordance with a more liquid, global and divided world, new social categories, important for the social identity of an individual emerge and develop and in turn create the foundation for the making of deviating post modern strangers.
In the post modern world there are large numbers of communitarian movements which, on different grounds spanning from religion, ethnicity, ideology and nationality to membership in certain groups or associations, offer a sense of belonging to a community thereby transcending the individual, since it is greater and stronger than its constituent parts. As a consequence of the communitarian division of the life world, the stranger, who is identified as an undecidable, emerges in the border-country between existing in-groups and out-groups since she does not belong to either of them. These undecidable are considered as strangers since they do not belong to any of the communitarian movements which divide the world into different and discernible "in-groups" and "out-groups". These strangers, whether they are indigenous or migrated, exist in a limbo between the promise of social integration and the threat of being subjected to the praxis of cultural hierarchisation and social marginalisation.
Another source which offers the individual a meaningful life and a place in the social order is that of the market. The consumer society, like all other societies, is stratified and the determinant of stratifications is the degree of mobility and access to the market place. Since capital is in control of the market, this group is more likely to structure the social order than to be structured by it. This power-ridden position ensures that the capital belongs to the collective "we" which in turn controls the actions of other people. Since the consumers are ordered in accordance with the structures of the market they fulfil the criteria for belonging to a collective "they". In a consumer world organised around consumer freedom, and access to the market, those who are not able to exercise this freedom will be recognised as flawed consumers, standing on the ambivalent space which exists between the market and its consumers.
A third stranger, the non-voluntary traveller, makes her appearance through the consequences of the globalisation process. Just like the ability to consume decides who or what a person is, access to the global room decides where a person is located in the social hierarchy of the global world order. According to Bauman, the process of globalisation cannot proceed without segregation, separation and exclusion. In a world, where access to the global room is the most significant type of social stratification, the world is divided into global and locals, or voluntary and non-voluntary travellers, where the latter is considered to be the stranger. Either she is not permitted to leave her place, or she is forced to leave it, an experience well known and shared among unwanted indigenous minorities. If the first state ties the stranger to the ground, the latter involves a state of constant homelessness since the stranger is often denied access to other already populated places on the basis that they are, more often than not, flawed consumers and therefore useless to a consumer society (Månsson, 2005) .
The three types of strangers -the undecidable, the flawed consumer and the non-voluntary traveller -are all different expressions of the same post modern social type, the "Vagabond" (Bauman, 1996) . This concept shares the same characteristics as the Jew, such as homelessness and rootlessness. These characteristics, which have been extended to non-Jewish communities (Bauman, 1998c) embody those who are regarded as different, ambivalent and worthless individuals and groups denied equal access to society because they are considered strangers. This includes the strangers whom the post modern world inherited from modernity (Månsson, 2005) . This is a growing category of the new poor which includes, among others, unemployed people, welfare mothers, homeless people, beggars, housing project tenants, illegal immigrants, refugees, and indigenous minorities all carrying different religions, ethnicities and nationalities.
Since the stranger has come to stay, modern and post modern women and men are destined to live with her. The stranger is always a threat to the mores and beliefs which hold a community together due to her presence, her strangeness and her ability to cross borders.
In the following section, the different strategies used in order to live with the stranger are discussed.
LIVING WITH THE STRANGER
The creation of any given order is not only praxis through which man draw borders between different occupations, social classes, nationalities, ethnic and religious groups, associations and neighbourhoods. It also involves an inclusive and excluding praxis which makes the world inhospitable to the stranger. If it is possible to make the unknown known, and to reduce the strangeness of the stranger, there is a chance for her to live in a place in which she initially did not belong. If the stranger is too strange to assimilate she has to be removed from society or to be kept at a secure distance behind mentally or physically constructed walls. If the stranger cannot be removed or made invisible, she can at least be made untouchable (Månsson, 2005) .
By using excluding and assimilating strategies simultaneously, modernity tried to create a world free from strangers. The modern effort to keep the social world free from incongruity leads to a rationalised and bureaucratised form of barbarism, which cannot be understood outside the ordering tendencies and technical achievements of modernity (Bauman, 1989 (Bauman, , 1991 . The modern state violence which sponsored the genocide of Jews, Gypsies, homosexual, and other unwanted people was produced by these unique cultural and historical conditions and was carried out through an order making activity. This is why, at least according to Bauman, order, and order-making activities, may be devastating to the stranger since there is no room for any unclassifiable beings in an orderly world (Månsson, 2005) . The negative consequences of human praxis, which is possible to distinguish through its efforts to separate and exclude, have not disappeared in the post modern society.
Even if the post modern world has, more or less, abandoned the assimilating strategy, its inhabitants have not eliminated their excluding effort. Some individuals and groups are still considered to be useless, and their proper place is out of place. They should be prohibited from public spaces, stowed away in the ghettos, or deported. Living with the stranger in the post modern world is all about keeping her at bay, mentally or physically. By establishing mental barriers it is possible to be around unfamiliar people without being bothered by them. Another, and more obvious, approach is to construct so-called voluntary and non-voluntary ghettos. The purpose of this strategy is either to prevent the stranger from entering a private home or a neighbourhood, or to stop her from leaving her own home or neighbour-hood. A third way is to send the stranger from one place at which she does not yet belong, to another unfamiliar place where she also does not belong (Månsson, 2005) . If the last strategy is well known among refugees, the second strategy will be equally well known among indigenous as well as foreign minorities. Living as strangers within, but not as people of, the common world, these strangers will be bound to be the unwanted in our midst.
In conclusion, Bauman claims that at the very heart of modernity one will find a vision of an orderly world through which a society can be understood in terms of its need to establish order. This ordering effort leads to the imposition of social, cultural and symbolic boundaries, through which it is possible to exclude any individual or group symbolising disorder by being strange. The stranger epitomises incongruity and thus she is a potential threat to the stable and fixed boundaries modernity tried to establish. To be defined as a stranger, as somebody who does not fit in, is to be defined as the antithesis of the modern order. Even if the post modern world rests upon particular grounds rather than universal foundations, modern and post modern communities are constructed by the same architectural ideal, namely to achieve a social homogeneity (expressed as an accepted heterogeneity) within their borders. Both modern and post modern ways of living with the stranger are thereby not about acknowledging the stranger as a third category against two already defined categories.
When the stranger penetrates the walls of the ordered world she has to be interpreted and understood before she can be included or excluded. In relation to the inhabitants of the orderly world, the stranger stands in a non-position. By removing the stranger from this non-position and by placing her in the opposite position of the in-group, it becomes possible to control her and other strangers as they fulfil the criteria for belonging to an out-group. It is through identifying and separating activities like these, that it is thought that somebody does not belong. The people belonging to the orderly world represent the very in-group who classify the stranger and give her a place in a network constituting a given social order. Since the stranger at least initially does not belong to the place and is not familiar with its mores, she stands in a subordinated position. The asymmetrical position which develops between the stranger and the established, creates the necessary condition needed in order to stigmatise, and to make scapegoats of those individuals and groups who are stranger than others. In this process, the stranger transfers from being no other than her self to becoming a social type belonging to a specific out-group. This out-group is constituted through a categorisation and negative valuation by the life style of its inhabitants. Through this categorisation a picture is created representing what the in-group is not (Månsson, 2005) .
The problem with a cultural praxis which aims to produce stranger-free areas is that it actually creates, rather than erases, incongruent individuals and groups. In other words, when modern and post modern women and men struggle to construct a social order they also produce bodies, some of which are impossible to assimilate or even integrate into a given social order. The stranger is thereby a side-product of an order-making praxis which constantly calls for yet more classifying efforts. But the very existence of the stranger does not stem from an isolated and arbitrary adventure. It is a part of a cultivating and order-building strategy.
The negative valuation of the unfamiliar does not mean that the stranger is superfluous. It is through the existence of the stranger that it is possible to place negative images of the majority outside themselves, as a waste disposal for unwanted qualities (Bauman, 2001 ). The asymmetrical, but mutual, relationship between the majority society and its strangers is deeper than this, and carries a contradiction. At the same time a stranger is being discriminated against for not belonging, she is needed in order for normality to prevail. The strangeness of the stranger is the one enemy without which a majority understanding of the social order cannot live (Bauman, 1998c) .
Hence strangers are being assimilated and stigmatised simultaneously. They are denied their particularity and at the same time particularity is necessary in order to deny their cultural existence. As a result, many strangers appear as deprived and threatening people to be repelled. The construction of the stranger and the assessment of her resources and shortcomings is derived from the critical gaze of the established. Therefore, being a stranger means that nothing is given, and that nothing comes free, not even the right of self-definition.
THE PRAXIS OF XENOPHOBIA
The meaning of xenos together with the praxis of xenophobia is compatible with the way in which several indigenous and migrated minority groups have been described and dealt with over time. This praxis can best be described as a majority's incapacity to understand something completely different from them. Since they lack common, accepted or recognisable cultural insignias they cannot be classified differently, but only as strangers who do not belong. They are not really a part of the orderly world and might therefore be considered as a threat to the mores and beliefs of that society. This is why the control of any given minority is related to xenophobia, expressed through the praxis of cultural hierarchisation and social marginalisation.
For many centuries there has been a distinct group of Gypsies in Europe who have lived in, and are of, the settled communities. There are groups who are indigenous to the country in which they live. Others belong to groups whose origin transcends national boundaries and who may speak some form of Romani language. Despite this all different groups of the Gypsy population, a population which has been an inherent part of Europe for at least five centuries, are still regarded as strangers or outsiders within the orderly society (Fraiser 1992) .
Since the Gypsies first appeared in the Western world they have suffered from stigmatisation and from being the scapegoat in an orderly world. At best, attitudes towards Gypsies have been ones of romantic sympathy drawn from folklore. This Gypsy is pictured as an artist leading a life free of petty restraint and is a symbol of liberty (Liégois, 1995, p.191) . A less romantic picture of the Roma appears when she is, considered as some kind of vermin, a work-shy thief or con-artist. The former mythical picture is according to the French scholar Jean-Pierre Liégois (1995), the only accepted and approved Gypsy. Since this kind of Gypsy does not exist, it is safe to credit them with romantic, and even desirable, qualities. Both stereotypes place the Gypsies outside of time and place, on the troublesome threshold to the well-ordered society. In the eyes of its inhabitants the Gypsies symbolise not an alternative identity but a threatening counter-identity. The image of the Gypsy reconstructed through time is an illustrative anti-model exposing the tension of those constructing it. Since these stereotypes are by-products of a given society and are necessary for it to be sustained and reproduced, Gypsies have not been defined as they are, but rather as they must be, to meet social requirements.
Through different times and places, there have been policies which have tried to address Gypsies, but often without success. More often than not, many policies have discriminatory tendencies built into them (Liégois, 1995; Hawes & Perez, 1996) . These discriminatory tendencies both impoverish and demoralise the way of life of others. This policy applies to different areas of social life, such as education, the labour market, the consumer market, housing and health care. As a result many Gypsies still occupy a highly vulnerable position in society and are constantly exposed to discrimination derived from the legacy of normality.
Even in the irreducible plurality of the current world, Gypsies are not considered as mere unfamiliars since they carry an identity totally different from other identities. In common with the deviating stranger, Gypsies appear as something more than potential wanderers who are denied their rightful access to society. As a living incarnation of Bauman's stranger ante-portas, they are a stigmatised group which other groups use as an example when articulating the identity of the group (Månsson, 2006) . Being deprived of the right to their culture, home or livelihood it is a mistake to consider the stigmatisation of Gypsies as something other than a part of a given society.
Xenophobia then, is not a neutral term but an extent of the legacy of normality and as praxis it cannot be anything but committal. Gypsies are only one, and are indeed a very obvious, example of many other minorities, indigenous or immigrated, who have suffered and still suffer from the praxis of xenophobia.
ON THE IMPORTANCE OF BEING NEGATIVE
This chapter discusses the social making of the stranger and has illuminated the endemic roots of this process. For example, when a society is ordered it not only produces the familiar and the typical, it also produces the unfamiliar and the nontypical. Even if Bauman's stranger is a predominantly negative figure, an archetype which most people are likely to defend themselves against by keeping them outside the gate, and even if Bauman often takes the reader to the gloomy side of the world, his way of looking on the world is not entirely negative. Bauman's work constantly reveals possibilities and alternatives through the critical, creative, and moral potential of negative thinking.
In order to understand the social making of the stranger there is need to focus on the unfamiliar and the untypical, instead of the familiar and the typical (Månsson, 2005) . This negative approach does not mean that everything is bad, but that the locus of social injustice and human suffering can be found in the conditions exercising control over the production and reproduction of a given social order. Modernity's drive for sameness by both assimilating and excluding strategies, reduces the individual to a thing-like-sameness. Through Bauman's writing it is possible to understand that every society socialises with help from its institutions, its power-ridden elite and its inhabitants, through an ethic based on social agreements embodied in the law and traditions. The rules of conduct strive towards a world for all. These same rules of conduct might also be used in order to deny certain human beings their rightful access to society.
In this respect, the process of socialisation is a cognitive and controllable process aimed at the production and reproduction of certain beliefs over how human beings are supposed to live together. Since its ideals consist of assigning a framework of action to each and every member of a given society, socialisation is an institutional process affecting the individual from the day she enters society until the day she leaves it. The most significant and probably the most effective social institution for the making of the social being, is the educational system of a given society. It is through this system that human beings learn, acquire and communicate the norms, values, attitudes, skills and knowledge necessary to work and function in a social context. By carrying out this educational function, the process of socialisation not only teaches the individual what it means to be a social being and how to live with others, it also reproduces a given social order by teaching its members to act in accordance with that order. The process of socialisation has however an endemic illness. When a society is ordered, it not only produces the familiar and the typical, it also produces the unfamiliar and the non-typical.
Hence, "socialisation" as a concept, might not only be used in order to understand how an individual is included in a given society, but it might also be used in order to answer the question as to why some individuals and groups are considered to be strangers. Since there is a clear connection between in the social making of the stranger and the education system within the society which produces the stranger, it is fair to say that the mores working within educational institutions are a source of cultural hierarchisation and social marginalisation. Imaginary pictures and stereotypes are learned and not given from above.
In order to make a difference then, there is a point in being negative, otherwise the stranger will never cease being the eternal wanderer with no hope of ever arriving. Being negative means taking a stance against social injustice and human suffering.
Further, a negative approach does not reject the idea that we find joy and use in social arrangements, laws and traditions. Without these it would be impossible to live together in a multicultural and pluralistic society. However, we do need to consider that there is always a risk that an individual is, or groups of people are, being socially marginalised or culturally excluded through the social arrangements, laws and traditions transmitted through, and which work within, a given society. The existence of the stranger ante-portas is therefore a reminder that the mechanism of social marginalisation and cultural exclusion works towards individuals and groups who are too different to handle. The stigmatisation of these strangers is not a question of what they have done but what they are -a social anomaly for whom it is impossible to achieve integration.
Bauman offers an alternative view when he states that it is not by erasing incongruity and the ambivalent space existing between clear-cut social categories, that we might find a chance of living together in a world of difference. In Bauman's sociology, incongruity and ambivalence are not to be understood as something outside the social order but as something endemic to the human condition. As discussed earlier, the same applies for the stranger as a sociological form. The stranger is, just like strangeness or otherness, a part of the social order. The possibility of living together depends on the rights of the stranger, rather than on the right of any given society or community, national or tribal, to determine who is the stranger. The chance to meet the stranger in her own right, which lies in the incongruent and ambivalent condition of our daily lives, is not a quest for us to surrender our collective identity. It is about a willingness to meet the stranger as a moral being by embracing her as a representation of her self, rather than treating her as a social anomaly constantly out of place.
A young boy is talking about his drawing. He draws his school in bright colors, the sun is shining and the chimney smoking. You can see a boy in one of the windows with his hand raised. He needs help. Why is not known as the boy who did the drawing did not complete his sentence. Perhaps because he did not have the words in Icelandic or he did not know exactly what the boy needed, but he needed help.
This chapter focuses on migrant children's experiences of school in northern Iceland. The study which is presented involves six children who have lived in Iceland for fewer than two years, two of them for less than one year. The children live in Akureyri, a town in the north of Iceland. Akureyri is located at the base of Eyjafjörður in northern Iceland and has a population of over 15.000 people. It is regarded as the commercial centre of North Iceland, with a solid base in fisheries, agriculture and services. The mouth of the fjord, Eyjafjörður, is only 40 km from the Arctic Circle (66°N). The fjord itself is about 65 km long and then the valley continues a further 50 km inland.
In this chapter I begin by describing the situation for migrant children in Iceland, then I present the study and the analysis of the drawing. The final section consists of reflection on the study and on the needs of migrant children in schools in Iceland.
THE ICELANDIC CONTEXT
For the past two years, population increase in Iceland has been higher than in any other country in Europe according to Hagsofan (2007) . This is mainly due to increased immigration. Only ten years ago the number of foreign citizens was less than 2% of the total population. In 2006, for example, 6% of Iceland's population was foreign nationals compared with 4.6% a year earlier and 3.4% in 2001. Most individuals gaining Icelandic citizenship today are from Poland. The second largest group comes from states within the borders of the former Yugoslavia, in particular from Serbia and Montenegro (Hagstofan, 2007) . For many years, the majority of migrants have been from other Nordic countries, but this has changed in the past decade. The number of migrants from Eastern Europe has increased greatly. This is partly attributable to the growing demand for labour in Iceland in the late 1990s. Migrant and Indigenous Children, [19] [20] [21] [22] [23] [24] [25] [26] [27] [28] [29] [30] The number of migrants from Asia has also risen perceptibly (Eurydice European Unit 2003 -2004 .
The highest proportion of foreigners is currently found in the East (Austurland), a relatively sparsely populated area in the eastern part of the country where there are large scale industrial constructions. Therefore in recent years men have been proportionally more numerous than women among foreign citizens.
In the autumn of 2006 approximately 3.7% of pupils of compulsory school age in Iceland had a mother tongue other than Icelandic. Polish is most common, spoken by 343 pupils according to statistics from Hagstofan 2007 (News No. 27/2007 . Pupils in compulsory schools outside the capital region in 2006 having a mother tongue other than Icelandic are 653 or 40% (the total number for the country is 1613 with 59, 6% in Reykjavik region).
The number of children with a mother tongue other than Icelandic has increased year by year. In 2006 1,333 children or 7.7% of all children attending pre-primary school spoke a language other than Icelandic as their home language or mother tongue. The most common language spoken is Polish and the second most common is English. Since 1998 the proportion of children speaking English has increased by 38% but at the same time the proportion of children speaking Polish has increased by 48%. In 2006 318 children were foreign citizens. Most of these children (52.5%) were from Eastern Europe (Hagstofan, 2007 , News No. 51/2007 .
The term migrant is used throughout to refer to people who have moved to Iceland and are living there either on a temporary or permanent basis. Children of migrants are children who were either born abroad or in Iceland of migrant parents. When migrants leave their country they leave everything familiar: their family, friends, support network, and culture. When they arrive in a new country this is often with many uncertainties; everything is new and it takes time to acquire the understandings needed to cope successfully.
Children of migrants face several difficulties including adapting to different cultural norms, a new environment such as a very different climate, all of which may differ from those of their parents. They also need to learn a language that may not be spoken at home. Iceland does not have a long experience or tradition concerning children and families from other countries. In recent years reception classes for migrant children have been established. These classes offer one or two year programs for students from 9 -15 years of age, who do not have enough knowledge of Icelandic to enable them to attend regular classes. After this, students may attend their neighborhood school where they may still receive extra help if needed. Some schools have their own special classes for those who have another mother tongue than Icelandic where the child gets extra help and support in Icelandic.
The main policy in compulsory schools after the students arrive at school is that they get special Icelandic lessons for the first two years in the language support or reception department. This is intended to help students adjust to new customs and a new school system. It is also important to strengthen the students´ self-confidence in a new environment. Children living in Iceland who speak a language other than Icelandic have a legal right to special teaching in Icelandic. According to the law all students with a different mother tongue than Icelandic have the right to two hours a week of special teaching in Icelandic while they are coming to terms with the language. One can, however, wonder if this is enough for children and whether they would benefit from more intensive language support during the first years in a new country. Jóhannesson (2001) argues that we believe that the education of migrant children is more a political and cultural issue than a technical matter, so we worry about possible future social problems. Thomas and Loxley (2001) believe that inclusion is in fact a political issue that needs more change in attitudes than techniques. In their view children with special needs require the kind of things which our humanity tells us they need: interest, confidence, and freedom from worry, a warm and patient teacher. Being included into the school community is certainly a significant issue for all children regardless of who they are or what kind of special needs they might have. Their needs have to be met but we also need to remember that their needs as children are the same as any other children's needs.
As the 21st century progresses Iceland is facing a new challenge: a generation of children will grow up who are more diverse than previous generations. A multicultural society is developing where a different origin is, in a way, a new part of the diversity which already exists and we all need to learn to respect this diversity and to make use of it. There is no turning back the clock for the children of migrants already living in Iceland, most of whom will become Icelandic citizens. Little research has been done in Iceland which focuses on children's experiences of school, especially the experiences of migrant children. This study explores how a small number of migrant children in northern Iceland experience their school after having been in Iceland for only a relatively short time.
THE CHILDREN AND THE SCHOOL
The drawings were collected in one of the primary schools in Akureyri during an ordinary school day in the special class for migrant children. Fourteen children are linked to the class for language support.
The children were aged from eight to ten at the time of the study with two coming from Denmark, one from Bulgaria, one from Rumania and two from Poland. They were in their first and second years in Iceland. Five boys and one girl participated in the study. Their language skill varied; three, two boys and the girl, were able to communicate fairly effectively in Icelandic while three of the boys spoke very little Icelandic but seemed able to understand some meaning from context. The teacher began by explaining my visit to the class to the children. I then explained again what they had to do and they happily found pencils and colors. It took some time for several of the children to begin on their drawing which might be explained by their lack of understanding of what was expected of them. I therefore walked around and talked to them privately and repeated what they had to do ... what comes to mind when you think of school.
When a child claimed he or she was done with the drawing I asked them to tell me a little about the drawing and what they were thinking when they drew the picture. Again language barriers hindered three of the children in expressing their thoughts. I praised the children for doing a great job. The three boys who spoke little Icelandic seem to appreciate the positive response more than the others. They appeared to be insecure about my expectations of their work which is understandable in view of their language skills in Icelandic. The following section describes the drawings and how the children's experiences came into view, the ways in which the drawings narrate a story.
THE DRAWINGS TELL A STORY
During the analysis of the drawings different structures and patterns were noticed which reflect the children's experiences of their school. In this section, I describe each drawing individually and how it reflects children's experience of school in addition to their oral comments. The drawings are presented individually as they are few but also because each tells a different story which has to be told individually in order to respect the unique experience and viewpoint of each child.
The boy responsible for this first drawing (figure 1) was lively and enthusiastic. In his drawing the school is bright and the sun is shining. In reality the drawing was done in the middle of the winter on a cold gloomy day in the north. The sun is hardly ever visible at this time of year and there are no flowers in the gardens. It is also very uncommon to see chimney smoke in Iceland. However the drawing reflects a friendly environment where you feel good. The boy explained "… it is outside, there is a flower and sun it is summer and school today. The children are inside learning there will be lunch soon and everyone will eat …". There is a figure in the window and the boy's comment is "… a boy gives a signal with his hand ... need help, he doesn't know what he ...". The sentence is unfinished, perhaps because he lacks the necessary language skills but the difficulty of asking for help without the words to do so is clearly communicated. The boy who drew the drawing above (figure 2) was very quiet and concerned. When asked about his drawing he looked confused and pointed at the drawing and explained with single words what most of the things he had drawn were. He seemed to know exactly every single spot in the school and outside. Some important places in the school are in colors: his own class, the lunch space, the doors to each classroom, some windows, the football area and then the cars. He had very incomplete language skills in Icelandic, but said yes when asked if he liked football -"The football area is a good place". He looked slightly happy when asked that question but he did not when spoken to in general. It took this boy some time to know how to begin. Then he sketched the school as seen from outside (figure 3). In his drawing the school is rather large with many windows and a high staircase. The building is in fact low and part of the school building is very modern. However he needs to go up some stairs to get to his classroom which is in the old part of the school. When asked about his drawings he only said three words "… our school … good …" He had minimal language skills and was quiet and unsure of himself. The drawing reflects a rather old fashioned school building with small doors and dark windows. Only one window is white; that is the window on the top of the stairs where his classroom is located.
The next drawing is bright and cheerful (figure 4). There are many colors and the school building and the area surrounding it look welcoming. This boy had more advanced language skills in Icelandic than the two previous participants. He explained what was in the drawing and mentioned every object outside. "…the bell is here, the bell rings in…here is a window so you can see in they are putting their coats on …". He spent a long time drawing his picture and was happy and relaxed. The drawing reflects a lively school with many interesting "… things to do outside, the areas for ball plays is the most obvious outside … I like to study, like to do math, I never play basketball … I never go to the hill …". Why he never plays basketball is not clear nor why he never goes to up to the small hill which is in the school yard. The girl who drew the drawing above (figure 5) was happy and knew exactly what she wanted to draw. She also spoke reasonably good Icelandic. Her drawing shows two happy children (smiling) in their class. There are some details to been seen in the room, one of which is a rabbit. Her words about the drawing reflect her longing for her previous school -"… you can see children, rabbit … once in my other school … everything was so fun in … everyone play together … so much fun …". Then she adds politely -"… also fun here I like art lessons … I am now good at reading but I can't write".
The boy who drew the final drawing (figure 6) did not know what to draw. He had to get a new sheet and begin his drawing again, but erased everything several times. His language skills were poor and when asked about his drawing he struggled but then explained every part of the drawing with single words. The drawing shows an outline of the school. The boy knew each and every place in the building and pointed at it, using words like "… there we go eat … there is library … stairs, the classroom …" and so on. The drawing reflects a frame or surrounding that represents a school with no special character or attraction. It is more like a map than a drawing, a place you must know in order to get around. The boy was very quiet and appeared to be timid but he knew the school very well and what he had in mind when drawing it, the layout of the school and where everything was located even though it was not visible in the drawing. Graue and Walsh (1995) discuss the importance of research with young children, which pursues the meaning of human action in a cultural context. They argue that doing research with children requires attention to the special circumstances that allow children to show us their worlds. They emphasize rich description as the hallmark of good interpretive research wich as such must be connected to all those contexts in which the participants are embedded. Further they argue that no one piece stands alone if we are to hope for a perspective on children that captures the complexities of their lives (Graue & Walsh, 1995) .
CHILDREN'S EXPERIENCE OF SCHOOL
The aim of the study was to illuminate children's experience of school and to explore the meaning of their experiences. By analyzing the six drawings and including the oral comments from the children several points stand out which I believe to be significant. Firstly it is to be noticed that the children have been in Iceland for a very short time. For most of them it was their first year in the country and for others it was early in their second year. Their language skills in Icelandic are therefore very limited.
Drawing is a natural mode of communication, a natural language for children that they rarely resist and that offers them a way to express feelings and thoughts in a manner that is less threatening than strictly verbal means (Malchiodi, 2001) . Therefore one can assume that the children in the study did indeed express their thoughts of the school in spite of their poor language skills. They appeared to understand the instructions but had problems in expressing themselves verbally when asked about their reflection on the drawing. Pictures tell of the drawer's existence, thoughts, and inner self. This is, as Kitahara and Matsuishi (2006) point out, because drawing stimulates the universal desire to express oneself. By expressing oneself, the heart is released. Drawing tends to recount far more things to the reader than language. Children, who do not yet have sufficient capabilities for abstract linguistic expression, may have symbolic communication methods such as drawing. Children draw what they know about and what they wish to communicate to others. They express their feelings not simply as they are seen, but with their own personal style (Kitahara & Matsuishi, 2006) . One can say that this became very clear in my study among the children in the class for migrant children in Iceland.
What is noticeable when analyzing the drawings in the study is the way all the boys drew the school building. The school is always represented as being rather big. The boys who used colors to paint the building and surroundings were those who appeared to have the most developed language skills as well as being the happiest children in the group (figures 1 & 5). The two boys who had very limited language skills (figures 6 & 4) both outlined the school area but each in a different way. One (figure 4) colored every important area and put great effort into making each detail clear. The other boy (figure 6) only outlined the building but he also knew the school very well and used, as did the boy with more limited language skills, single words to explain every corner of the school. One boy (figure 2) drew the school as rather dark inside except the way (the stairs) to his classroom. All the boys were reflecting their experience of school here and now. The girl, on the other hand, drew a very different drawing. She was the only one to draw full bodied figures as well as drawing a class room rather than a building (figure 3). She was thinking of her previous school which she apparently missed and about which she had happy memories.
The drawings express the boys' need for security. The "frame" is the school building and it is clearly important for them to know the building. There are no children to be seen except in the case of one boy who drew a figure in the window. The boys did not spend a long time completing each object on the drawing but each produced something which reflected their life, focusing all their emotions on what they were doing at that moment in time. Skúlason (1999) explains that the basic feelings we have for ourselves and for our surroundings are closely connected with our sense of security or lack of it. Beginning in a new school can feel threatening for many children especially for migrant children who have recently moved to the country. These children may experience insecurity in many ways. They have not made many friends yet. They have limited understanding of the language and they are learning new things every day. The world can seem very unsettled and insecure. Knowing the environment surrounding them gives a certain kind of security. One can describe the drawings as such and presume that they reflect this feeling as the outlined building and the school environment communicate a certain message. It is clearly important for these children to know the school inside and out. The level of the boys' perception of the school can be viewed in close connection to their language skills and general appearance in the classroom. The boys who drew picture 1 and 5 were those with the most advanced language skills and were also clearly the ones who were happiest about school. The three other boys only spoke very incomplete Icelandic and for them it seems to be most important to have knowledge of the school building and they definitely did so. The only girl, on the other hand, was cheerful and looked content. This also came through in her talk as she could tell about her progress in the language. It has, however, to be noted that there is a gender difference in children's drawings (Boyatzis & Eades, 1999) . It is for example more common for girls to draw objects like flowers and figures and boys to draw structures like buildings or cars.
Migrant children who have only spent a short time in the country are a very vulnerable group. They may experience culture shock when coming into a new school. In a new and unfamiliar environment and culture, everything becomes complicated. The emotional load associated with this can be unbearable for the children. Blatchford-Sirja and Clarke (2000) argue that teachers and school personnel have to be able to help children deal with stress when they come into unknown and different setting. The children meet a number of new people and they must learn new habits and a new language. It can be difficult and distressing to be without language in a strange place where knowledge of this language is the key to all communication. In a school in a small villages in Iceland the children might be the only ones, apart from their parents, who speak their native language. In a situation like this it is easy to feel alone and vulnerable. Vygotsky (1962 Vygotsky ( , 1978 favored the concept of learning as a social construct, mediated by language via social discourse. If we accept this view of learning, having someone to talk to and be with is essential. Having a friend is one of the most important things for children, and having just one good friend is linked to being less troubled (Dunn 2004) . Despite this these drawings show no signs of friends or of activities which the child might take part in with a friend. No one mentioned a friend when asked about their drawing. The only one to mention children and play was the girl and that was something she recalled from her school in her homeland. It might be difficult for a child to make contact with other children if they do not have the language and in addition they are feeling insecure in the new environment. Woodhead and Faulkner (2000) argue that listening to the child as a research approach requires the researcher to adopt a multiple discourse in relation to the subject. The world appears to us all in different ways. Therefore we each experience the world in a different way. Our being in the world describes different realities. Children's realities differ greatly from those of adults. We cannot assume that the migrant child's experiences of school are in any way similar to those of Icelandic children. This study attempts to give voice to the children's views in spite of their lack of spoken language. We still have very little knowledge in Iceland of migrant children's experiences of school in addition to having little experience on how to make their school start as good as possible. It is only during the last few years that we have seen an increase in the number of children with languages other than Icelandic in schools. Research is very clear about the importance of children's mother tongue for their overall personal and educational development and the value of building on the experience and knowledge that children bring to the classroom (Egeberg, 2006; Cummins, 1999 Cummins, -2002 . Cummins argues furthermore that children's mother tongues are fragile and easily lost in the early years of school. Despite this, in general, in Icelandic primary and lower secondary schools, there is no teaching in the mother tongues of immigrant students or in their culture of origin or religion. The experiences and knowledge which these children bring with them to school is largely ignored (Eurydice European Unit 2003 /2004 .
SOME FINAL WORDS
By educating new arrivals in the language, culture, and social structure of Iceland, migrants will certainly feel less isolated and will be more quickly integrated. Language teaching is crucial and has to be ongoing though out the school years. Teaching their own first language is equally necessary as this helps the child emotionally as well as educationally.
Multicultural teaching is in its early stages in Iceland and so far no consistent overall policy has been formulated with regard to the education of migrant children. The matter has been in the hands of municipalities (local government), and in many of them extensive development has taken place. The central government has an obligation to create a policy of multicultural education which works for both child and parents. In doing so it is essential to listen to these children and learn from them. Children can only show us their world as it appears to them within their settings and the culture of the school. This is a world that might at times surprise us as they reflect on their experiences as the children in this study did in the small school in northern Iceland.
